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([SHULHQFLQJHPRWLRQ&KLOGUHQ¶VSHUFHSWLons, reflections and self-
regulation 
22 children aged 4-11 attended sessions of Somatic Movement 
Education (incorporating developmental play and movement 
patterns).  They were given the opportunity to express their emotions 
through movement, and to develop their understanding and processing 
of emotion through pair work, group work, journaling, mark-making 
and reflections as part of a phenomenological research project.  The 
children showed that they were able to identify and express their 
emotions through movement and creative methods.  In some cases they 
were also able to move towards self-regulating their emotions, and 
articulate their experiences of this clearly.   
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This paper explores how 22 children aged 4-11 were able to experience, express, 
recognise and self-regulate their emotions as part of a two year phenomenological 
research study using Somatic Movement Education (SME) in school time.  The sessions 
were based largely around yoga, and developmental play, and were drawn from my 
background as a somatic movement therapist (Leigh, 2012).  The project used creative 
research methods, and the children were able to express their thoughts through moving, 
taking and being part of photographs, drawing, mark-making and talking with each 
other.  The children were also given the opportunity of reflecting on their experiences in 
the sessions one-to-one in an interview some months after the end of the study.   
SME is ³WKHHGXFDWLRQDOILHOGZKLFKH[DPLQHVWKHstructure and function of the 
body as processes of lived experience, perception and consciousness´ (Linden, 1994:1).  
It can incorporate developmental movement patterns, the emotional content present in 
movement, the physiology of the body and the words in which we speak of and process 
movement (Bainbridge-Cohen, 1993).  Somatic movement, whether it is educational or 
therapeutic, includes a diverse range of practices and methods.  Practices such as yoga 
are many thousands of years old (Iyengar, 1966).  Other practices have been developed 
by individuals within the last hundred years (Johnson, 1995).  Three principles set 
somatic movement practices apart from other dance, sport or exercise forms: 
7KHILUVWSULQFLSOHVHWVRXWWKHµ:KDW"¶RIVRPDWLFPRYHPHQW7KHVWDUWLQJSRLQWLV
that the body and mind are connected and through movement we can increase our 
ERG\¶VLQWHOOLJHQFHDQGRXUPLQG¶VHPERGLPHQW 
7KHVHFRQGSULQFLSOHDQVZHUVµ:K\"¶6RPDWLFPRYHPHQWLVDQRQ-going process, 
an exploration of self that is undertaken as a life-time commitment or path for 
many practitioners.  It is possible to bring awareness to every movement and 
moment of our body.  The belief that it will enable us to develop towards a higher 
sense of self is a reason for taking somatic movement off the mat, or out of the 
room and into every aspect of life. 
7KHµ+RZ"¶RIVRPDWLFPRYHPHQWLVWKURXJKFRQVFLRXVDZDUHQHVVRUWKHLQWHQWLRQ
behind the practice.  Not all somatic forms will look the same, nor will they 
necessarily feel the same.  However each practice, therapy or technique will either 
have explicitly defined these principles or implicitly adhere to them. (Leigh, 2012, 
p. 13) 
The core belief or intention behind these movement practices the desire to cultivate 
conscious awareness, which can lead to a greater health and wellbeing, creativity, 
choice and responsibility (Hartley, 2004).  Moving the body through different positions, 
and using it differently, can affect our emotional attitude (Cacioppo, Priester & 
Berntson, 1993).  If wellbeing and health are said to include the capabilities of life, 
bodily health, bodily integrity, senses, imagination and thought, emotions, and practical 
reason among others (Nussbaum, 2000), and health is determined in terms of the bodily 
and mental ability to achieve vital goals (Nordenfelt, 2007), then physical activities that 
HQKDQFHWKHSDUWLFLSDQWV¶GHYHORSPHQWRIERGLO\FRQWURODQGDZDUHQHVVFDQFRQWULEXWHWR
a flourishing life.   
Emotions 
The experience of emotions have been described as bodily changes, a feeling, a felt 
action tendency, facial expressions, the level of autonomic arousal, evaluative 
cognition, cognitive appraisals of the situation or bodily changes juxtaposed to an image 
of what caused the emotion (Lambie & Marcel, 2002).  Totton states that emotional 
memories are stored within the body, and that they ³DSSHDUDVIHHOLQJVQRWDVPHPRULHV
RIIHHOLQJV´ (2003, p. 38).  Emotions are not simple phenomena, when experienced or 
expressed: ³HPRWLRQV«LPSOLFDWHQDUUDWLYHLQWHQWLRQDOLW\DSSUDLVDOPRUDOLW\DQG
identity, but all typically include a marked somatic or corporeal component and this is 
what is meant by emotional feelings: the clenched gut of fear, the heavy body of 
VDGQHVVWKHEXUQLQJIDFHRIVKDPHDQGVRRQ´ (Cromby, 2011, pp. 88-9) 
When referring to emotions, it is possible to be detached from them, and talk or 
write about them as separate bodily functions, or as experiences of the whole somatic 
body (Lambie & Marcel, 2002).  Lambie and Marcel report that non-Westerners have a 
more somatic experience of feelings like depression than Westerners.  For example 
Chinese people are more likely to describe their experiences of fear, anxiety and 
sadness in terms of bodily sensations than North Americans who are more likely to use 
terms relating to thoughts or mental feelings (ibid).  Many westerners are aware of their 
bodily sensations that are part of an emotion, although they do not perceive them to be 
part of that emotion (ibid).  The language that is used to express emotions is important 
to the conceptualising of emotional experiences.   
Movement can have emotional content, and it is the expression of this content 
that may form a basis for somatic education and therapy (Johnson, 1995): ³HPRWLRQ 
«PRWLYDWHVPHPRU\SHUFHSWLRQWKRXJKWDQGDFWLRQ´ (Chodorow, 2009, p. 56).  Body 
movement and gesture can be used to decode emotions (Montepare, Koff, Zaitchik, & 
Albert, 1999).  Movements, however, do not always have to be large.  Expressive 
movements can be tiny, subtle gestures of the body (Hartley, 2004), and of the face.  
Emotions, in turn, ³DUHQRWVWDWHVRIEHLQJEXWG\QDPLFSKHQRPHQDWKDWDUHH[SHULHQFHG
LQWKHIOHVK´ (Sheets-Johnstone, 2010, p. 124).  Experiences and expressions of 
emotions have been linked to health.  They have ³been implicated in the etiology of 
coronary and cardiovascular disease, shown to impact on the workings of the immune 
system and to modulate multiple pathways and dynamics relevant to disease and ill 
KHDOWK´ (Cromby, 2011, p. 89).  However, it is possible to have emotions, and yet be 
unaware of them.   
If the experience of emotions are a combination of appraisal dimensions, felt 
action urges, and bodily sensations (Lambie & Marcel, 2002), then one aspect to how an 
LQGLYLGXDOSHUFHLYHVWKHLUDQGRWKHU¶VHPRWLRQVLVKRZDZDUHWKH\DUHRIDOOWKHVH
components.  For example, bodily feelings might include an awareness of changes in, 
and the quality of, the breath, the heartbeat, muscle tension or holding, sweating, 
sensations in the stomach or another part of the body, and temperature.  An individual 
needs to have an awareness of herself in order to experience her own physical state, and 
to bring it into consciousness before she can be fully receptive to others: ³IHHOLQJVRIDOO
kinds are experienced and expressed in accord with acquired norms of using, holding 
DQGUHODWLQJWRWKHERG\´ (Cromby, 2011, p. 86).  Similarities in movement, or perhaps 
UHFRJQLVLQJDQRWKHU¶VPRYHPHQWVDVDSDWWHUQRIH[SUHVVLRQFRXOGUHVXOWLQDVHQVHRI
common humanity, or increased empathy (Sheets-Johnstone, 2010).  As self-awareness 
increases and norms change, the ability to empathise with others also changes. 
Method 
Children aged 4±11 attended sessions of SME within the school year over a period of 
two academic years as part of a study exploring how they perceived, expressed and 
reflected on their sense of embodiment through movement.  The sessions combined the 
embodied forms in which I have experience; primarily yoga (Pattabhi Jois, 1999), 
Authentic Movement (Adler, 2002) and Integrative Bodywork and Movement Therapy 
(Hartley, 1989).  Each session, and the content over the whole study, was adapted to the 
needs of the children.  The sessions included developmental play, yoga exercises, 
embodied anatomy, working with images or texts as inspiration for movement, and 
exercises specifically designHGWRH[SORUHWKHFKLOGUHQ¶VRZQHPRWLRQVDQGUHDFWLRQVWR
RWKHUV¶HPRWLRQVLQSDLUDQGJURXSZRUN7KHUHZDVDQRYHUDOOVKDSHWRWKHFRQWHQW
however, the intention was not to deliver a course of material, but to shape the content 
to the needs and desires of the children.   
The research methodology, in keeping with the phenomenological tradition that 
³KDVWDNHQDVWHSRQWKHSDWKWRZDUGVDQRQWRORJ\ZKLFKFRPELQHVWKHPLQGDQGWKH
ERG\´ (Alerby, 2003, p. 18), was designed to be enjoyable and to ensure that the 
children were recognised as ³WKHUHDOH[SHUWVRIWKHLUOLYHVLQWKLVFRQWH[WWKHFKLOGLV
WKHDXWKRULW\DQGFDQFKRRVHWRUHYHDOZKDWHYHUVKHZLVKHV´ (Pearce & Bailey, 2010).  
The HPSKDVLVZDVRQWKHFKLOGUHQ¶VRZQSHUFHSWLRQVEHLQJYDOXDEOHDQGWKHUHEHLQJQR
correct answers (Punch, 2002).   
Data were gathered in the form of my observational field notes, drawings, 
journaling and mark-making, photographs of and by the children, my reflective journal 
and interviews at the end of the study1 (Leigh, 2017).  They were analysed from a 
phenomenological perspective, which meant immersing myself in the data, and 
                                                 
1
 'HWDLOVRIWKHPHWKRGDQGGDWDJHQHUDWLRQFDQEHIRXQGLQWKHIRUWKFRPLQJSDSHUµ8VLQJ
creative methods to encourage reflHFWLRQLQFKLOGUHQ¶/HLJK2017) 
reflecting on the themes that I perceived to be important.  NVivo, a qualitative computer 
software program, was used to aid the analysis.  
Ethical Considerations 
Participatory research has inherent ethical issues.  Firstly there is the issue of consent 
and assent to participation.  Gaining consent on behalf of and assent from children has 
its own ethical considerations (Jago & Bailey, 2001).  Because of the nature of my 
work, it also fell under the guidance of two of my professional organisations, the British 
Wheel of Yoga and the International Somatic Movement Educators and Therapists 
Association, and I chose to work within the ethical guidelines that they set in addition to 
the UQLYHUVLW\¶VHWKLFDOJXLGHOLQHV for research.  As well as gaining consent from the 
governing body of the school, teachers, and parents, I also asked the children to assent 
to take part, explaining about the work in the sessions and how I would use the data.  
All the data and quotations have been anonymised. 
Findings 
The findings presented here have been organised into three broad themes: the range of 
emotions the children experienced; how the children expressed and recognised their 
emotions; and how they began, in some cases, to self-regulate their emotions.  The self-
UHJXODWLRQRIHPRWLRQLVGHPRQVWUDWHGSULPDULO\WKURXJKDFDVHVWXG\RIRQHER\µ0¶
incorporating his process through the sessions and his reflections on his participation in 
the study in an interview a few months after it had finished. 
Range of emotions 
The children explored the range of emotions they experienced.  They were given time to 
come up with a list of emotions and feelings.  This exercise was explored with children 
of all ages, as this piece from a 5 year-old child demonstrates: 
 
[figure 1 about here] 
 
Within each group we would take one emotion or feeling at a time, and then explore 
how it made them feel, how it made them want to move and then they would show me 
how they moved in that way.  I would ask the children to describe their experiences as 
well as give them time to draw, mark-make or journal.  I observed how one child, E. 
(age 4), moved through different emotions. 
³,DVNHd them to move softly± and to think about if it was different to slowly.  E. 
said that softly was different because it was calmer.  She had been lying down, 
stretching, rolling and twisting her body. 
I asked them how they were feeling (happy) and asked if they could move happily± 
very bouncy± ORWVRIMXPSVVWLOORQWKHPDW7KHQVDG(¶VZKROHERG\VOXPSHG
and withdrew into the centre, head forward, slouch down, face passive. (Field 
Notes, class 1) 
After moving as described, E. chose to express her emotion and movement through 
GUDZLQJµDQJU\¶ 
 
[figure 2 about here] ³,DPNURVH>FURVV@´ 
 
The older children wrote about how they might move when feeling certain emotions, 
before exploring this with their bodies: 
 
[figure 3 about here] 
 Here, EL. (age 9) chose to separate her emotions into two columns she perceived to be 
positive and negative.  She also chose to identify how she felt when she stretched with 
the positive emotions. 
 
[figure 4 about here] 
 
P. (age 11), chose to draw how he might express various emotional states.  Some he felt 
were expressed through facial expressions only, and others such as lost, sleepy and 
thinking used the whole body. 
 
[figure 5 about here] 
 
The children in the study showed a variety of emotions through movement and 
expression.  They felt able to share their experiences both verbally and through 
reflective drawing and writing.  Within the sessions, as well as becoming more familiar 
with the ways in which they and their peers demonstrated their emotions, they related 
the work WRGUDPDH[HUFLVHVLQWKDWWKH\ZHUHDEOHWRSRUWUD\DFKDUDFWHU¶VHPRWLRQ
through their body.  The children utilised awareness and sensitivity to pay attention to 
WKHLURZQHPRWLRQDOVWDWHDQGWRSLFNXSRQRWKHUV¶They were increasing their 
emotional vocabulary and repertoire (Thom, 2010).  This was particularly important 
when we were working in pairs and in group work, when each child had to be 
UHVSRQVLEOHIRUWKHLURZQVDIHW\DQGWKDWRIWKHLUIULHQGV¶ 
Expressing and recognising emotion 
The use of the body and facial expressions to show emotion was something that was 
noted by many of the children in this study ³,
YHOHDUQWKRZGLIIHUHQWSHRSOHXVHWKHLU
GLIIHUHQWHPRWLRQVE\VKRZLQJLWZLWKWKHLUERG\DQGWKHLUIDFH´ (E. age 10), although 
not all found it easy to show their emotions that way: ³LWIHHOVKDUGWRVKRZVRPHERG\
(sic) how you feel´ (A. age 11).  Some of the children in the study found it naturally 
HDV\WRµUHDG¶RWKHUV¶HPRWLRQVIURPWheir movements and faces, like L., age 9, ³YHU\
HDV\LI\RXORRNFDUHIXOO\DWRWKHUSHRSOH´ whereas others seemed to need to practice 
and learn.  However, they appreciated the point of the exercise ³EHFDXVH,ZRXOGQ
WKDYH
NQRZQZKDWZRXOGKDYHPDGHWKHPUHDOO\H[FLWHGEXW,ZRXOGQRZ´ (N. age 11). 
P., age 9, recognised the effort that her partner put into showing his emotions. 
³,WZDVUHDO\VLFHDV\WRWHOO'¶VHPRWLRQVKHSXWDORWRIHIIRUWLQWRLW´  She was also 
clear about which emotions she enjoyed seeing ³,OLNHVHHLQJSHRSOHVVLFHPRWLRQV if 
WKH\DUHKDSS\´  3LPSOLHGWKDWVKHGLGQRWHQMR\VHHLQJRWKHUSHRSOH¶VHPRWLRQVLI
they were not positive, which could be because she did not enjoy the feelings that were 
evoked in her own body as a result.  Her partner, D., age 11, did not find it as easy to 
VKRZKLVHPRWLRQVQRUWRVHHKLVSDUWQHU¶V³LWZDVPRUHHDV\LHUWRWDNHDSKRWRWKDQ
SXOOLQJDQHVSUHVVLRQ«,WZDVKDUGHUWRSXOODHVSUHVVLRQRI\RXUIHHOLQJ«,WZDVYHU\
KDUGWRVHHZKDWVRPHRQHHOVHZDVVLF´.  The idea of how they felt when they moved 
particular parts of their bodies, and where they felt it was also explored.  Some of the 
children chose to draw where they felt their bodies as they moved. 
 
[figure 6 about here] 
 
Several of the children chose to write and draw about emotions in posters they created 
for display within the school: how they showed them, and how they shared and 
perceived them.  As they were allowed to choose any aspect of the work they had 
explored over the past two years, this could have indicated the value that they placed on 
exploring and identifying emotions in themselves and in others, and the importance they 
placed on sharing this with their SHHUV³HPRWLRQVDQGIHHOLQJVFDQEHWUHDWHGDVHOHPHQWV
of embodied process that feed into and through social interactioQ´ (Cromby, 2011, p. 
87).  It may have been because this was one of the more recent areas that had been 
explored, however, the sessions also covered movement and yoga asanas each week. 
Self-regulation of emotion 
In a session on self-regulation, where we looked at what things made us feel happy in a 
way that could be seen physically (e.g. eyes shining, shift in facial expressions and 
posture), one girl chose to write about what she did when she felt sad, rather than how 
she moved or where she felt it: ³ZKHQ,¶PVDG,JRWRP\EHGURRPDQGFU\ORWVDQG
lRWV,I,¶PDWVFKRRO,XVHO\>sic] keep my sadness inside me, not many things cheer me 
XSMXVWP\DQLPDOV´(ML. age 10).  Although the instructions for the task had been to 
think about things that we do that make us happy, excluding people and animals (as 
according to trauma experts (Rothschild, 2000) ideally happiness should not be 
dependent on others), this particular child said that nothing in her life made her happy 
except for her cats.  As I talked to her, she described how they also walked away from 
her when she was sad, and she became more upset.  This is one reason why the task was 
to find actions that we do to regulate our emotions, so we become more self-reliant and 
aUHQRWEDVLQJRXUKDSSLQHVVRQRWKHUV¶DFWLRQV:LWKLQDWKHUDSDHXWLFVHWWLQJWKLVLV
something that could have been explored further, so she could begin to find and 
recognise emotional states other than sadness.  However, in the classroom setting there 
was only room to reassure her, to regularly check on her, and talk to her teacher.   
µ0¶± A case study 
I began working with M in movement sessions when he was 8 years old.  I noted: ³0
apparently has a diagnosis of ADHD but TA [teaching assistant] very unhappy with 
how medication has affected him± SXWKLPEDFNDORQJZD\´ (Reflective Journal).  The 
TA felt that that he had changed.  His behaviour tended to be worse in class, so that he 
would arrive to the sessions already in trouble for disrupting lessons.  During the 
sessions with me initially M. worked well.  He joined in, and though talkative, was not 
particularly disruptive.  For example, the first session was on finding shapes to be still.  
The group was asked to find ways to be still by themselves, and with a partner.  
M. talked a lot, really enjoyed the being still.  In pairs he and MI. chose to sit and 
hold hands and lean back. (Field Notes)   
$VHVVLRQZLWK0¶VJURXSRQEDODQFHLQFOXGHGSOD\LQJDQGH[SORULQJZD\VWREDODQFH
and to fall out of balance.  We did not explore any movement patterns in depth, but 
played at falling to the side, to the back and to the front and allowing ourselves to right 
and to find equilibrium.  This kind of movement play allows a sense to be developed of 
what comes easily DQGIHHOVµQDWXUDO¶DQGZKDWGRHVQRW7KHLQIRUPDODSSURDFK,XVHG
to work with balance, righting reactions, and equilibrium responses was based on work 
by Bainbridge-Cohen (1993).  She developed this as a response to a frustration with the 
traditional approach of viewing these as static, isolated reactions rather than as 
integrated and efficient movements.  In the traditional rehabilitation approach the 
reactions are studied in their pathological states with children and adults with brain 
dysfunction as well as in normally developing infants.  By working with fully aware and 
able-bodied adults as well as skilled movers (dancers, athletes) and children a more 
detailed study was able to be made.  Bainbridge-Cohen believes that ³XQGHUQHDWK$//
(my emphasis) successful, effortless movement are integrated reflexes, righting 
UHDFWLRQVDQGHTXLOLEULXPUHVSRQVHV´ (1993, p. 122).  Later in this session the children 
worked in small groups to find balances.  I noted that ³%DQG3DQG,±PDGH0¶V
LPDJH´ (Field Notes), which I commented at the time, pleasing M. 
 




$OWKRXJKWKHUHLVDQµLGHDO¶VSLUDORIGHYHORSPHQWDOSDWWHUQVDQGPRYHPHQWVWKat we all 
PRYHWKURXJKLWLVQHYHUWRRODWHWRJREDFNWRDQGLQWHJUDWHDµPLVVLQJ¶SDWWHUQ%URRN
2001).  Those of us with developmental differences (for example with autism spectrum 
disorder, or attention deficit hyperactivity disorder) may need more support and 
encouragement to fully embody and integrate the missing patterns (ibid).  Observing 
how an individual moves through this type of exploration, and verbalises it afterwards 
gives the practitioner a clue as to how and where they are most integrated and most in 
need of support.  ³0REVHUYHGWKDWLWZDVKDUGWREHVWLOOVWDQGLQJXSEHFDXVHKHIHOW
OLNHKHZDVORVLQJKLVEDODQFH´ (Field Notes).  One principle of integrative bodywork is 
to start from a place of support, so rather than initially tackling a difficult movement, 
instead we would work from the preceding place. 
In the final stages of the study M. was in the final year of primary school, aged 
11.  Although very bright, he was getting into more and more trouble in class, and was 
presenting to me as a very unhappy child.  In a session on recognising and learning to 
regulate emotion I noted: 
,XVHGWKHH[DPSOHRIZDONLQJ)RUPHJRLQJIRUDZDONGRHVQ¶W work, but 
walking by the sea does.  I gave them 3 minutes to think of 5 or 6 things that made 
WKHPIHHOKDSS\« 
M. did not want to join in said the only thing that made him happy was dying.  I 
said it was about being able to tell when someone else was happy.   
,FKHFNHGLQZLWKWKHFODVVWHDFKHUDQGWROGKHUWKDW0ZDQWHGWRGLH7KLVLVQ¶W
unusual for him.  (Field Notes and Reflections) 
Obviously, it is not healthy for an 11 year old boy to speak of dying as the only thing 
that would make him happy, and this, along with his other behaviours, marked him out 
to me as a child that would benefit from one-to-one therapeutic intervention.   
M was sometimes excluded by the other boys in the class, and his behaviour 
meant that he was also excluded from some activities.  However, at other times they did 
include him.  He was not the only child to misbehave with me and with other teachers.  
I worked with the class for their last lesson on Friday afternoons during the final stage 
of the study, and at times found myself in the middle of an on-going situation.  One 
time, I talked to him after the session. 
M. had written how much he liked stretching and doing the moving and, 
remembering how much he had got out of it last year, and focused so well and 
ZRUNHGVRKDUG,ZHQWWRWDONWRKLP,WROGKLPWKDW,KDGUHDGZKDWKH¶GZULWWHQ
and remembered how much he had liked it last year, particularly the fast bouncy 
stuff and asked him if he knew what he could do so that he could do it lots again 
this year.  He told me that he wished he was normal, that he had problems and was 
stupid and silly.  He wished he would die, every one hated him, he was a prat, he 
ORVWJROGHQWLPHHYHU\ZHHNDQGEHJDQWRJHWXSVHWUHSHDWLQJDJDLQDQGDJDLQ³,¶YH
JRWSUREOHPVSRLQWLQJDWKLVKHDG,¶PQRWQRUPDO´He got up and stormed out.   
In fact golden time was cut short and the class sat in a circle as behaviour was not 
ok-towards M. in particular.  It was said that although it was all right for someone 
to be upset, it was not all right for them to run out the room.  My presence meant 
that the teacher could go out, but in some cases she cDQ¶W7KH\DOVRWDONHGDERXW
the type of behaviour that made people want to be a friend, and the type of 
behaviour that was unkind.  Interestingly M. said that he got wound up when he 
was sad and people thought he was stroppy-interesting considering the work in the 
class on showing and sharing feelings and emotions.  The topic tied into class 
politics although this had not been intentionally planned. (Reflective Journal and 
field notes) 
 
[figure 8 about here] 
 
M. was able to use drawing time to help process his emotions, and so I adjusted the 
VHVVLRQVWRDOORZKLPPRUHWLPHIRUWKLVWDNLQJDPXFKPRUHLQWHQWLRQDOO\µWHDFKHU¶
approach.  ³0RUHKDQGVXSWDNLQJLWWXUQV±maybe also let the children make notes as 
they go±particularly M., so rather than saying out loud his thoughts he can write them 
GRZQ´(Reflective Journal).  The final three sessions were focused on producing posters 
for a display board.  M. chose to work alone, as did one other girl.  ³0ZRUNHGYHUy 
well on his own-drawing poses, talking about it, I awarded him a flying cow at the end 
DQGPDGHVXUHKLVHIIRUWZDVUHFRJQLVHG´ (Field Notes).  As well as producing a poster 
by himself, M. verbalised and shared to the group his experiences of the things he liked 
best from the previous day.  ³,OLNHGPRXVHSRVH,W¶VKDUGLQWKHEHJLQQLQJOLNHIRUWKH
ILUVWVHFRQGVWKHQ,VRUWRIVHWWOHDQGUHDOO\OLNHLW´ (Field Notes). 
 
[figure 9 about here] 
 
M. chose to talk to me at the end of the project, to share his feelings about the work over 
WKHSUHYLRXV\HDUV+HVHHPHGWRDSSUHFLDWHWKHHPSKDVLVRQHYHU\FKLOG¶VYLHZEHLQJ
valid.  He talked about the exercise we had used to identify things that make them 
happy.  Because of the difficulties the class had been having as a group, they were able 
to use this exercise to impact positively on their friendships.  M. identified that listening 
to music made him happy.  In his interview he spoke about this.  
Me:  :DVWKDWDXVHIXOWKLQJVRWKDWLI\RX¶UHIHHOLQJVDG\ou could do 
something that would make you feel...?   
M.:  Yes.   
Me:  Do you still use that?   
M.:  Yes. (M. age 11) 
He seemed to get a lot out of the work on feelings, although it had been hard work at 
times for me.   
M.:  I wish we had done more of the emotion stuff, because I quite liked that.   
Me:  Okay.  Why did you like that?   
M.:  %HFDXVHLWPDGHPHXQGHUVWDQGDERXWRWKHUSHRSOH¶VIHHOLQJVDQGVWXII 
Me:  2ND\7KDW¶VTXLWHDELJWKLQJWREHXQGHUVWDQGLQJ+RZGid it help you 
XQGHUVWDQGDERXWRWKHUSHRSOH¶VIHHOLQJV" 
M.:  %HFDXVHVRPHWLPHV,MXVWGRVWXIIDQGGRQ¶WUHDOLVH,¶PKXUWLQJRWKHUSHRSOH¶V
feelings.  So that sort of helped.  So I knew to try not to do something that would 
KXUWVRPHRQH¶VIHHOLQJV 
He verbalised how he found the drawing and journaling aspect of the work.   
I quite liked drawing about it because I liked doing drawings to explain my 
HPRWLRQVDQGVWXII«I enjoy doing drawings and when I draw it sort of calms me 
down.  
The moment when the client takes responsibility for her own process rather than rely on 
direction is often the aim of the practitioner or therapist, and is called self-regulation.  A 
client who is aware of what she needs and how to ask for it, is one who is developing 
their own sense of self and resources.  M. illustrated his understanding of this concept 
ZKLOVWVSHDNLQJDWWKHHQGRIWKHVHVVLRQV:KHQDVNHGZKDWKHIHOWKH¶GOHarnt with me, 
M. was again eloquent.   
M.:  ,OHDUQWKRZZKHQZH¶GZKDWHYHUZHGRKRZPXFKZHVWretch, we always 
QHHGWREHFDUHIXORIRXUVHOYHVDQGHYHU\ERG\DURXQGXVDQGLILW¶VLI\RX¶UH
DVNLQJXVWRGRVRPHWKLQJWKDW¶VVWUHWFKLQJXVWRRIDUZHVKRXOGDOZD\VMXVWGRLW
as far as we can but not so much it hurts. 
Me:  7KDW¶VUHDOO\XVHIXO\RXKave to take control and be responsible for 
\RXUVHOIGRQ¶W\RX" 
M.:  Yes. 
Me:  7KDW¶VDJRRGWKLQJWROHDUQ,VWKHUHDQ\WKLQJHOVH\RXZDQWWRVD\DERXW
the stuff that we did? 
M.:   I found it very, very fun. 
,ZDVYHU\WRXFKHGE\0¶VUHVSRQVHV$OWKRugh I had perceived him to be getting 
something positive from the work with me, the extent to which he had internalised his 
body awareness, the responsibility for regulating his own feelings (by listening to 
music, quoted previously) and becoming aware of others¶ PDSVZHOORQWR)RJHO¶V
(2009) principles of therapeutic bodywork.  He was able to use his experiences within 
the group for his own therapeutic process.  He used the sessions as a resource, allowed 
himself to slow down and become more aware of his body, to verbalise his experiences, 
make links and boundaries with those experiences and the rest of his life.  As can be 
seen he was also starting to self-regulate and re-engage.   
Discussion and conclusions 
Research has begun to show empirically what the somatic practitioner, the meditator 
and the intuitive mover reported through experience; that the mind, emotions and bodily 
processes are not separate, and that each influences the other through subtle and 
complicated interactions.  In a discussion of principles for the therapeutic treatment of 
lost embodied self-awareness, Fogel defines eight stages; resources, slowing down, co-
regulation, verbalisation, links and boundaries, self-regulation, re-engagement, and 
letting go.  Somatic movement can be used therapeutically as a tool to rediscover lost 
embodied self-awareness (Fogel, 2009).  It can also be used educationally, however, as 
can be seen, SME may also have therapeutic benefits (Hartley, 2004).  It must be noted 
that the sessions with the children at the school were not intended to be therapeutic, but 
educational.  These were not children deemed in need of an intervention, but an 
ordinary mix of individuals.  SME would not seek explicitly to explore why an 
individual wished to increase their embodied sense of self-awareness, although a 
practitioner might choose to follow up any insights gained through sessions in personal 
therapy (Hartley, 1989).  $V³HYHU\HGXFDWRUKDVVRPHLPSOLFLWXQGHUVWDnding of what 
HGXFDWLRQLVRUZKDWLWVKRXOGEHOLNH´ (Biesta, 1994, p. 299), it must be stated that my 
training and experience as a therapist had implications for my view of what education 
should be.  My intention was educational, however when working with the children I 
held myself in the mode of therapeutic practitioner, and as such, similarities with 
therapeutic process occur.  This was the boundary of educator/therapist, of which I was 
aware of throughout my time in the school2.  I do not see this to be the same as the 
therapeutic education described by Ecclestone and Hayes (2009) who speak more of a 
µWKHUDSHXWLFWXUQ¶WKDWWKH\VHHHGXFDWLRQWRKDYHWDNHQ 
SME is concerned with the idea of integrating movement patterns and bringing 
into visibility and consciousness unseen ways of moving and being in the world so that 
the individual has more choices of how they wish to act and to react.  The teacher of 
embodiment then, has to be mRUHWKDQµRQHSDJHDKHDG¶RIWKHVWXGHQWV6KHKDVWR
integrate and embody embodiment and make the intention behind the work clear, as 
³KXPDQH[SHULHQFHFDQQRWEHIXOO\IDWKRPHGXQOHVVZHDUHIXOO\HPERGLHG´ (Sills, 
2000, p. 8).  The intention behind the work helps to give a ³FOHDUUHDOL]DWLRQWKDWWKHUHLV
                                                 
2
 This is the subject of a forthcoming paper. 
no separation between the mind and the body.  Intending something is the beginning of 
GRLQJLW´ (Linden, 2002, p. 7).  In addition the teacher has to be able to use a 
combination of approaches whilst allowing the students to fully imitate and participate 
and construct their own meaning of embodiment from experience.   
Within the sessions I encouraged the children to relate their emotional 
experiences and awareness to the physical and moving sensations of the body.  This was 
LQRUGHUWRµJURXQG¶WKHHPRWLRQV%\µJURXQG¶,PHDQWKDWWKHHPRWLRQVZHUHZKHQ
possible, associated with a particular movement or sensation within the body, and as 
VXFKUHPDLQHGWDQJLEOHDQGµUHDO¶, potentially making them easier to express through 
language: ³HPRWLRQDQGIHHOLQJDUHEHLQJWUHDWHGQHLWKHUDVZKROO\ELRORJLFDOQRUDV
VLPSOHPDQLIHVWDWLRQVRIODQJXDJH´ (Cromby, 2011, p. 82).  This method works within 
the framework of Authentic Movement, where the moving experience (of emotions, 
sensations or images) is expressed through language both verbally and written (Adler, 
2002).  The aspects of the sessions that were most commented on by the participants in 
the follow-up interviews were that the children were able to be aware of the 
perspectives of others and the impact of views on other people, and to increase their 
empathy (Cromby, 2011; Sheets-Johnstone, 2010), by remaining open not only to their 
own interpretation of the world, but also those of others.  The children began to be 
aware of how they felt when they moved, both physically and emotionally.  They were 
able to express and share these feelings, and articulate them, as well as show empathy 
towards others based on seen movements and expressions.   
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